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This manual presents the instrictional methods and the materials used
during the major study of the thrée-year Tsaching Expository Reading and
Writing Project: It is a guide written for teachers to establish an
Expository Writing Program (EWP) and was prepared in responsé to requests for

formed the basis for the instructional program described in this papers

First, research in text structures suggests that different text structures
exist; each answering a different set o7 questions. Further, this research
suggests that knowledge of the ways texts aré organized is an important
element in 2 reader's ability to identify and remember important information.
This research also suggests that skilled writers are aware of ways texts are
organized and use this krowledge when creating text. Second, current resear<h
in writing emphasizes the writing process; rather than only the final product;
identifying writing as a nonlinear process that consists of a number of
component processss such as prewriting and planning, drafting, revising, and
copy editing. ThHis research also suggests that to develop skilled writers it

ié important to encourage students to participate in the writing process for
real purposes and audiences. Third, research in staff developiment underscores
the importance of long-term collaboration for real change in instructionm to
occur.

and materials used. This description is followed by a discussion of the

S §



TEXT STRUCTURE INSTRUCTION WITHIN PROCESS-WRITING CLASSROOMS :
A MANUAL FOR INSTRUCTION

Taffy E. Raphael; Becky W. Kirschner; and Carol Sue Englertl

"1'd like to do more writing instruction, but I'm rnot sure where to

begin:" "I know that it's important for my students to write and rovise thair
papiis, but I'ti riot sure what kind of help they need." "How do I get my stu-

dents to share their writing?" "I'd like to publish my students’ writing, but
we don't have many resources in my district to do that." These comments by

classroom teachers of different grade levels are typical of those heard during

inservice workshops on writing instruction: The guide to teaching writing in
this manual has been prepared in response t5 teachers' requests for specific
information about implementing the curriculum described in presentations we
have made about the Expository Writing Program (EWP).

versity, and was designed to improve upper elementary and early middle school
students' comprehension and composition of expository text. In the first
year; two researchers worked with a sixth-grade teachér, implementing a one-

ers and six fifth- and sixth-grade teachers collaborated to introdice a

1Taffy E. Raphael is the coordinator of the Teaching Expository Rea irg

and Writing Project and associate professor of teacher education at Michigan
State University. Becky W. Kirschner is a research associaté with the
project: Carol Sue Englert is a senior researchér on the project and
assistant professor in the Departiernt of Counseling; Educational Psychology

and Special Education at Michigan State University.
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yearlong curriculum focuSing on creating a writing environment that emphiasized
the writing process and the role of text structure knowledge in both writing
and reading (Kirschner; Raphael; & Englert, 1986; Raphael, Englert, & Kirsch-
ner; 1986; Raphael; Kirschner, & Englert, 1986). In the third year; the EWP
ing writing curriculum after formal researcher involvement ended. Tncluded in
this report are (a) an introduction that establishes the rationale underlying
our program, (b) a description of the methods and materials used during the

second year study in the instruction of upper elementary students in exposi-

of the program on students' writing of informational papers and narratives

from personal experiencés and on their attitudes toward writing.

Program Rationale

Réséz.ch on questiom-answer relationships focuses on sources of informa-
tion used when reacers respond to comprehénsion questions or other written
tasks following the reading of a text: Question-answer relationships research
includes studying the effects of teaching students about SoUrces of informas
tion; the effects of asking students to answer diffsrsnt types of questions
during and after reading, and the ability of readers and writers to syithesize

across different texts. Raphaél and her colleagues (Raphael, 1986; Raphael &



O

ERIC

Aruitoxt provided by Eic:

Pearson; 1985; Raphael & Wonnacott; 13985) have found that teaching upper ele-
mentary and junior high school students about sources of information for an-
svering questions (i.e., QAR) lielped studedts to understan
better. Improvéd compréhénsion was shown in students' enhanced ability to
ansver different types of questions using appropriate text-based and back-
ground knowledge information, although the degree to which students improved
variéd according to the type of question.

Research examining the effects of asking students different types of
questions (e.g., Lipson, 1983; Wixsonm, 1984) suggests that one of the mosr
difficult questicn-answer relationships for young students is one for which
students must ihtégfété iﬁfbiiﬁétibh from various parts of z tert. For exam-
ple, assume students have read about the voyages cf €Columbus and Magellan: 4An
example of a QAR requiring text integration might be, "How were the voyages of
Columbus and Magellan alike and how were they different?" Students have more
with questions asking for explicit detail or for information from background
knowledge.

Although we might assume that the ability to integrate information from
across texts improves with experience or more schooling: research with univer-—
sity students suggests otherwise. Adults' ability to integrate information
may parallel that of younger stuents: For example, Spivey (1984) examined
able and less able university students as they read more than one text and
wrote summaries requiring intergation of information across the texts. She
found that the léss able college students had difficulty sélecting important

information and integrating it when writing summaries:
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contribute to the difficulty readers and writers of all ages apparently have
in synthesizing or ihtégfétiﬁg information from a variety of sources and on
different tasks (Englert & Heibert, 1984; McGee & Richgels, 1986; Taylor &

Beach; 1984). Without téxt structuré knowledge; readers may not have success-

We turned to text structure research to determine if instruoction in text

structyres could help students with the more difficult task of integrating
information when reading and if such instruction would also enhance their

ability to write informational texts. Text structuré research has suggested
that different structures exist (Meyer; 1975) and answer different types of
questions {Armbruster & Anderson; 1984). Instruction in text Strictures has

been found to improve students' comprehension and composiiion of stories

(Fitzgerald & Spiegel, 1983; Gordon & Braun; 1985). Research on the effect o
text structuré instruction on comprahension and composition of expository text
seems promising (Raphael & Kirschner, 1985; Taylor & Beach, 1984).

Raphael and Kirschrer (1985) examined the effects of teaching students
about the text structure underlying one type of think and search QAR--compare/
contrast—-on their atility to recall text they had read, to summarize informa-

tion from two different texts, and to writé a comparison/contrast paper about a

topic of their choice using information from their background knowledge. They
found that such instruction did improve sixth-grade students' recall and their
summaries of text. Their papers were better organized; had more relevant

inforzation, and used key words and phrases appropriately. Although Raphael

(¢ o]
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and Kirschnmer (1985) found that technically students' compositions from

background expériénces also improved (they were better organized and contained

,,,,,,, ' were not interesting,

evaluation, not for learning or publication, (c) for first drafts, rather than
as pairt of the writing process, and (d) with no sense of ownership. To

riculuf that stressed the writing process, pa.ticularly the roles of purpose

aud audience.

Research nn Process-Wri ring fnstraction

The third line of research, teaching the process of writing (see Apple-
bee, 1981; Graves, 1983; Murray, 1982) has triggered the interest of teachers
across the country. This research describes writing as a nonlinear process,
consisting of a number of different activities: prewriting, drafting, edi-
ting, revising; and eventual publication or sharing with an audience (Flower &

Many teachers today, however, are at a distinct disadvantage when it

comes to teaching writing. Few have had any methods course in writing during

their teacher training programs. Few consider themselves to be writers. The

ERIC—— = | | D
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to be minimal (Florio & Clark;, 1982). For these reasons, we were interested
tn creating and testing a writing program that could provide the suppoft nec-
essary for interested teachers. This support needs to (a) provide both teach-
ers and their students with a basic understanding of the components of wri-
ting, (b) provide methods for teaching students effective writing strategies
for each component of the writing process, and (c) provide suggestions for
creating an environment in which studsnts feel comfortable sharing their

oped as part of the program designed to increase teachers' and students'

understanding of the writing process and to provide a bridge or link from this

writing instruction to student's reading of informational texts (e.g.; content
area texts as those used during social studies instruction). Materials and
methods were developed for two aspects of instruction; The first phase in-
volved creating a writing enviromment in which students were introduced ts

tion; compare/contrast, and problem/solution). The sécond phase involved ex-
tending students' writing to social studies content as they learned questions

they covld use to guide their search for important information and their plan-

ning, editing, and revising of differerit types nf texts.

The Writing Process: Creating the Writing Environment

For the writing program to succeed; students needed to think Of theii-

selves as authors commuricating with readers (Tierney & LaZansky,; 19807

10
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Thus; an important first step involved creating an atmosphere within whicli

students would become authors and providing students with tools or strategies
for communicating their ideas to their readers. The environmnent was defined
in terms of writing for a real purpose and a real audience. Purpose and audi-

teachers, and parents:

In creating the writing environment, our teachers used several methods to
pair students for peer editing and other sharing of their writing. One method
vas free choice: Students picked whomever they wished as a partner. The
partilers remained a team unti}) the students decided to change: In one class-
rooi, Stacy and Veronical established that they were an edifing team: They
always sat at the round table in front of the room during writing, and they
were recognized as “owning" that space throughout the year by the rest of

or friends. (This partnership even extended to their selecting each other as
camp Suddies when their class went on a camping trip). In another classroom,
stiiderits selected their editing partners but couid not have the same partner
two weeks ifi a4 row. In another classroom, the teacher established the pair.:
In still snother; a EéﬁBihétibﬁ of methods was used.

To establish an audience beyond the peer-editing pairs; other methods

were introduced early in tlie program to provide opportunities for teachers to

2411 names are pseudonyms.
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model for the students how to respond to cach otucrs' work in positive but
constructive ways. For example, Graves and Hansen (1983) suggest having an
"author's chair" in which student writers sit to share thcir writing with
their classmates. During the sharing sessions, students responded > the ou-
thors with questions about the work; where the ideas came from, additional
information that would help clarify, and so forth.

In our program; we found that students were initially intimidated when
faced with reading their own work to the entire class: Thus; we established
two authors' chairs. The class divided into two groups, with two student au-

thors simultaneously sittiug in the special chairs, cach reading his or her

work to half the class. The students, who were in two groups clustered around

the two writer/readers; woere full of comments and suggestions. The teachers
discouraged vague, general comments such as, "that's good," or 'the middle

' Instead; teachers used these seéssions to mode€l moré useful

needs help:'
responses such as “The part that I like the best is where you describe . . .";

"It made me think of . . ."; or "I'm confused in this middle part . . . I need

to know more about why you were there in the first place.”

Providing such an environment offered necessary but insufficient support.

ting, and revising. To provide concrété support for the students and their
teachers; we developed six color-coded "think sheets" based on materials used
in a universi*y developmental writing course (Kirschner & Yates; 1983): These
think sheets vere designed to prompt appropriate writing strategies during

different aspects of writing: prewriting, first draft; reflecting on the

first draft to prepare for peer editiag, peer editing, revisiom, and next (or

final) draft. Each think sheet consistad of guide guestions or statemeiits.

Jomb
qv)
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For example; when writers plan a paper, they consider topics that would be
interesting to their readers. They consider their purpose for writing and
select an appropriate form or organizational pattern. Students may choose to

Their purpose could be to help other students make similar decisions; and
their papers would take the fr w of an explanation. Thus, the first think

signed to support new writers and new writing teachers. It is important to
recognizé that, over timé, students and teachers should become more comfort-
able with the different aspects of the writing process and gradually rely less
on the think sheets.

The six iliink sheets are reproduced in Appeddix A. Each think sheet was
as students began to work more independently. Thus, students who were working
at their desks with both a green and a blue think sheet were easily identified
as working on their first drafts (blue); using their prewriting think sheet
(green) for reference.

In this phase of the EWP, teachers created a writing environment using

cycles using the think sheets, writing one narration, one explamation; two
comparison/contrasts,; and two problem/solutions (one focusing on a problem and

its cause; the other focusing on a problem and its solution): Teachers

v AP
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initially introduced the think sheets, as describad below, when students wrote
their narratives, This introduction took approxicately six lessons; one for
each think sheet. The remaining five writing cycles; for the remaining five
text structures; usually took three sessions; each lasting about 45 minutes.

ventual-

"
o
11N
w,
-t
w
pr
wn
oo
c
[
a:
(M
e
e
jo
o
=)
VW
jo il
ol
M
Lol
=)
Q1
.
w1
oW
W
[adl
=]
Al
i
P
e
QO
.
o
o
O.
B
"o,
bt
[
w,
jo s
{3
[a W
¥
"t
3
rr
W
o
w
Qs

they had written for publication in their ~lass magazine or book.

Think Sheet #l: Prewriting

The first tuink sheet (see Appendix 2, was designed to prompt each stu-
dent to consider the subject, audience, purpose for writing, and form or or-
ganizational pattern: This think sheet played an impor:ant rule in &ssisting
the teacher in the main goal of the les-ofi: introducing studsnts to the ac-

v,

tivities in which writers engage before they actually begin o write. We
found that, when students First participated in this lesson, they frequently
made such comments as "I thought we were going to write." or "When will we
begin writing?" These comments indicated that. whereas skilled writers fre-
The prewriting lesson consists of structured discussions bassd on the prewri-
ting think sheet. The following, directed at the teacher; describes in detail
How such a lasson may be conducted:

I. General goals for the day. Explain that there are several things

students should do to get ready to write a paper: (a) think of a subject or

10



topic that is interesting to the writer and that he/she knows a lot about;
might be interesting to the reader; (c) think about how the writer wants the
reader to feel when reading the paper (1.e:; purpose); and (d) think about how
the writer might arrange the ideas to make them easy to follow (i.e., form).

2. Brainstorming for writing topics. Direct the students to comsider

the first activity for the day: topic selection. Ask them to think about the
aSSighﬁéﬁt and have them jot down a few words to remind them of any ideas they
have on the blank piece of paper. For examplé, to writé a story, they may
clicosé to writé about a personal experience such as being separated from their
family or getting lost durizg a trip to the shopping mall. They might jot down
the words "the time I got lost at the mall"™ as 2 reminder. Next. ask the «tu=
dents to think back to the event or to picturé the subject they plan to write
about. Then ask them to brainstorm; on the biank paper;, atl the ideas they can
recall about the experience. Tell them they can write words, phrases, or whole

sentences, but the goal is to keep writing for at least five minutes. At the end

questions on the prewriting think sheet in the section about "Subject" (i.e., "I
want to write about this topic because . . ."; "Two things that I already know
that will make it easy to write this paper are . . ."). 1f they cannot think of

why the topic is interesting or what they know that will make the story easy to

about their topic enough before writing about it: It is important to stress con-
tinually that brainstorming is just one of many different ways to select topics,

that topic selection is a critical part of the writing process.

3. Sensitizing students to audience: Next; discussion should focus on

determining the potential audience for the students’ papers and on deciding
11 .
O
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what aspect of their topics the audience would find most intereésting. The
students should then be directed to write their answers to the questions under
the "Reader" section on their prewriting think sheet: f(a) Who will read my
papers? and (b) What will my audience find interesting? If any students indi-
cate that the subject would not be interesting to their readers, or that they
would rather not share it, encourage them to select a different topic at this
time. Suggest they write more p'i:];.'v”a'té things in their journals (if they keep
them) or for a different assigmment: 1In fact, this is & type of “teachable
moment" because a brief discussion would be appropriate concerning why writers
write on different topics for different audiences:

4. Sensitizing students to purpose in writing. Purposs is 4 third ele=

ment essential to writers' planning. Purpose often guides writers to select
the appropriate content and form for the composition. Good writers consider
two things when they focus on purpose: the gemeral purposes writers have for
writing (e.g.; to express their ideas; tell a story, cofiVey information, to

persuade their readers to act) and the specific purpose of how they want to
affect their readers. Specific purposes could inciude such things as how wri-
ters want their readers to respond (e:g:; laugh, feel sad, get angry), what
inforuation they want their reader to learn, and s6 forth. AFter Studenis
consider both the general and specific purposes, they should be directed to
sheet:

5. Sensitizing students to form. Form i5 a fourth element that writers

consider during their planning activitieu, Organization and ford can be

introduced by asking students to examine their brainstorming papers: As they

read their ideas, they should be directed to circle the details and ideas that

16



théy want to be sure to include in their papers. Then; ask them to see if
there is an arrangement suggested to them by the way they circled their ideas.
1f they indicate that none is suggested, have them think about the order for
their ideas to make the story easy for the reader to follow. Putting numbers
néxt to thé circled ideas on the brainstorming paper is often helpful. Final-
ly, students should be directed to complete the last section of their prewrit-
ing think sheet that requires them to record (a) the ideas to be included in

their paper that will be of interest to the reader; and (b) the order of ideas

6. Preparing to write the first draft. To complete the lesson, it is

prior to the writing lesson, they may wish to work on their first drafts on
Thus, having them reread and think about their first drafts helps to link the
preéwriting activities of the previous lesson explicitly to the writing of

their first drafts; recommended to occur on the day following prewriting.

Think Sheet #2: First Draft

Once students have completed prewriting activities; they should be en-
couraged to write their first draft on the first draft think sheet. We found
saper. Most writers; especially naive ones;, beginm each new paper hoping that

the tirst draft will be their only one. Thus, they are often hesitant to

13
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cross out or erase words and lines, to begin again, or to make major organiza-
tional changes. By having the draft papér in a color; it clearly signals that

it will be a first draft and thus may free the writer to engage in ongoing

revision. During the first draft stage; little assistance should be given
concerning writing and mechanics. To minimize students' concerns about me-
chanics; the téachér might have students use such convéntions &s putting a
question mark next to words they might need to check the spelling of later or
circling spaces to indicate there is something they need help with at a later
time. Again, the prewriting think shéet and the first draft think sheet can

usually be completed in a single lesson.

My First Draf:

The next two activitiés, thinking about my first draft and peir editing,
usually occur on the same day:. However; as with the prewriting and first
draft think sheets, it is best initially t> focus on one activity at a time.
The "Thinking About My First Draft" think sheet is designed to promoté stu-
aéﬁtéi awareness that writers need to be critical of their own writing and to
determine the areas in which they most need assistance. Students initially
find this quite difficult, often disliking their whole papers, or finding them

acceptable without any need for -evision. They often view revisions as merely

Discussing how published authors may have changed their work from beginning to

final drafts or showing students different versions of letters, stories; or

14



journals teachers have written are valuable aids to demonstrate the importance

of revision. Focusing on the reasons authors may change a work (e.g., to make

work on if you had more time"). They particilarly need to be encouraged to

(i.e., "Think of two or more things you would like to discuss with your edi-
tor. Write two or morz questions for your peer editor . . .'"). Otherwise,
they may be dissatisfied with their editing session, as Gerald was one day.
His edi »r went to great lengths to help him change his title and his intro-

ductory sentences. Uafortunately, Gerald was quite pleased with these parts

of his paper, but wanted help on the ending. In this session, both writer and
editor felt their time had been wasted. This could easily have been avoided
a few specific questions generated prior to the session. Finally, having the
student prepare for the editing sescion also helps the writer to maintain his
or her responsibility for the writing and editing process. The writer asks

for inpiut; he oi she is not given unSolicited or unwantéd criticism.

Think Sheet #4: (Peer) Editing Form

The editing think sheet focuses on how successfully the paper cutrently

meets the prewrit: .an, This activity is one of the most difficult aspects
of the writing proc. hut one that we found to be most valuable. First,
15
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students were directed to read their papers aloud to their partners. Reading
aloud helped tlie editors focus on the meanirngfulness of the papers rather than
be hindered by problems of legibility or spelling. Each peer editor was re-
liked best about the partner's paper (i.e., "Describe one part you like best
about the paper") 4nd summarizing the paper (i.e., "Déscribe what you thirk
the paper is mainly about™). Other prompts on the think sheet reminded the
editors to consider what shouid be added to make the paper more interesting,
remember how they felt when reading the paper, idertify confusing parts in the
paper, and Suggest how the paper could be made easier to understand and be
more organizeds

The importance of modeling during whole-class meetings cannot be over-
stated. Even with the prompts on the editing think sheets, students need in-
struction and modeling repeatedly to demonstrate appropriate comments: For
example, one questioun on the think sheet asks students to describe what they
think the authot's paper is mainly about. Both authors and editors need to
understand why this information is important: For example, Stacy commented to
Veronica, after reading her paper; that Veronica's story was mainly about
Christmas. When Veronica asked Stacy, "What part?," it becamé clear that the
paper was too long and involved so that Stacy could not decide on a particular
part of the holiday.

Another question on the sheet asks the editor how he or she feels when
reading the paper: More specific responses, other thanm "good," "bappy," and
"sad," need to be modeled. When students are using the author's chair or when
teachers are working with individual students, teachérs can démonstraté re-

16



O

ERIC

Aruitoxt provided by Eic:

Christmas was like at my grandparedts’ house." Also, students often neced to
be reminded that on their prewriting think sheet they indicated how théy
wanted their readers to feel. 1. an editor does not feel the same as the au-

thor had hoped, the author neéds to consider whether he/she has changed the
paper's purpose; this might be a signal for some revision:

When the peer editors complete the editing think sheet for edch other's
papers, the editor/author teams meet again to talk about their comments: We
observed two indications of students gradually taking ownership of this part
of the process: First, as students developed a sense of what is uszful in the
editing session, they referred less and léss to the EOtm, having intesrnalized

the prompts on the think sheet. Second; students often elected ts focus on

first; then both focus on the tecond paper, rather than each working indépen-

dently on each other's paper.

Think Sheet #5: Revision

Revision is z difficult concept for students to understand, and this is
reflected in thé probléms many students have with the revision aspect of wri-
ting. Even following a successful editing session in which they receive help-
their papers, making minor changés in mechanics such as spelling or handwri-
ting. Thus; instruction to prepare for revision is essential. The revision

think sheet helps the student to focus on (a) suggestions provided by the peer
editor (i.e., "Make a list of suggestions your editor made to make your paper

better"); (b) editor's suggestions the writer plans to follow ("Put & check

next to the suggestions you will use"), and (c) additions to the pdper that

17



O

ERIC

Aruitoxt provided by Eic:

could make it more interesting and easier to follow ("Tell what you plan to do
to make your paper more interesting.'; "Teil whit you plan to d¢ to make vour

paper easier to follow'). Therefore, students are encouraged first co con-

sider their editors' comments and list all the sugg~stions the, wish to follow
to revise their paper. Altnough it is important for students to consider sach
suggestion made, it is more mportan that tRey understand that they do not
have to follow each suggesti ~. The focus throughout this step should be on
whether the papers are interesting and c.ecar, not on mechanics. At thz end of

this step; the students should have a clear plan to revise their pepers.

Think Sheet #6: Final Copy Form

ful to have a think sheet targeted for final copy. First; students should
consider global changes; changes that reflect alterations such as organiza-
tional pattern, information included, introductions, or coaclucicns. Then

For example, they might rcorganize their paragraphs or add details chat an_wer
questions their editors asked them. When they have completed these global
changes, they should then attend to local or mechanical changes (i.e:, copy
editing for spelling, punctuation, legibility, or any remaining errors). If

the paper is selected as one for publication, *his copy editing becomes a
important part of the process. Mechanics and spelling are important; and they
bcome meaningful to students when they are writing for zn audience with whom

they want to communicate ideas that they carée about. Publication provides the

purpose for revising and copy editing.
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Introducing Text Structures "ithif Procéss-Writing Clarsrooms

aud refereiicé Lo the thin. sheets are vazuabie means for beginning writing
instructic. in elementary classrooms. In fact, we found that unAérétghding
the process prompted studer*s and teachers to raise new, iépbttéht questions.
For example, stidents in peer editing sessions were heard to say, "This needs
something, not ji~t spe!ling corrections; but I don't know wha® slse to fell
you." Teachers ncved that they were having trouble providing :pecific emough
feedback for revision ard that in writidg reports their students had particu-
lar trouble Auring information gatherirg. This was corroborated by one of the
rizearcher's observations: Terry retuined t~ the room one day; initially

quite proud that he had z stack of 14 library books about his state for & so-
cial studies report. He then looked “omewhat dismayed and asked, "Now what do

I do? Skould I just start copying all of this?" These incidents indicate

that; at this point in the instructional progrim, both teachers and students
are ready for mora spécific iuformatict about how to organize and revise
papers based on text stractures. This stage 4iso marks thé point at whi<h
writing instructior snd content-area rcading instruction are merged:

This plase of the program is based on research in text strictures that
suggests aiffersnt ~tructuras exist (c.g:, comparison/contrast, problem/
solution) and that each type of text answers a différent set of questions:

she is writing to answer four questions: (a) Who is being compared or con-
trasted? (b) On what attributes are they being compared or contrasted?
(c) How are they alike? (d) ilow are they different? These questions would
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Writing a problem/solution paper (i.e.,””What are the problems explorers
encounter? What are the causes of the problems? and How are they solved?").

In cui program Sequence, we focus on introducing tezchers and their stu-
dents to four text structures that appear in their social studies texts—-nar-
ration, explanation, comparisou/contrast, and problem/solution. Each struc-
ture was introduced in terms of the quéétiOhé Writers answer when wfitih; such
texts ard the key words and phrases writers use to signal their author. abot.
the structure they are using. When the text stru~ture -hase began, ur teachn-
ers indicated that neither they nor their students were familiar with such
instruction. Thus, saveral support materials were ~reated and are avaiiable
ja the appendices that follow. For example, Apperdix F, Review Week Materi-
als, includes pattern guides for each structure. These guides are visual re-
presentations of the text structurés, including the questions the te:rts an-
swered and sample key words and phrases. The tea hers in our project found

concept of text Structurés priv: to teaching the students. They a~e helpful
to students in a number of ways and will be referred to at relevant points in
the next sectirr of the paper. Appendices b and C contzin samples cf well-
structured children's and social studies rexts, respectively; for each of ths
four structures. Although tecchers varied in he specific lessons they used
to introduce students to the foir structures, we found the following sequence

of activicies to be effactive.

Text Structures in Writing: Introduction

Leirning is most likely to occur when new information is linked to fa-

miliar experiences. Thus, the first step to introduce students to text

20
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structures Eélps them see the similarity with their vrevicus writing activi-
ties. The Initial lesson involves a discussion ol .ue dilferent papers writ-
ten during the first §ix cycles of the writing progrzm. Three major points
should be elicited from the students or explained directly if students are
unable to provid~ the information:

First; students should be helped to recall the four major text types:
narrative or story, ewplanation, C6mpatiS6h/ébﬁtEééE; and problem/solution:
Second, stulents should be helped to see similarities in the writing of sach
text type (e.g:; goiig through prewriting, drafting, revising processes).
Third, ~tudents shculd be made aware of differences across each activity such
as the kind of topics each one elicited or the way 1deas were arranged. It is
useful at this time to model by thinking aloud about the different types of
questions each text type answers. For example; a teacher might say; "When I
write about a personal experience, I consider questions like, 'Who ure the
people in my story?' ‘Where did it take place?' But when I write an exnlana-
tion; I try to answer questions like 'What steps should be followed?'"

ties des’gned to reinforce and extend students' understanding of the four

structures: {a) working with exemplars of well=structured taxts written by

students in the first phase activities of tearning the writing process,

(b) examining their own papers written during phase one, (c) revising their
own papers using new knowledge of text structures; (d) working with well-
structured social studies texts; (e) extending knowledge of text structures to
reading naturally occurring social studies texts, and (f) gathering informa-

tion for composing informational téxt$ using each of the four structures.

21



Step #1: Work1qgﬁw1th Student Exemplar Papers

All materials used in Step 1 are found in Appendix B: (a) examplars of
students' writing of a narritive, an explanation, a compariSon/contrast, and a

problem/solution, and (b) Writing Worksheet #1; with sections for stud t§ to

list questions answered in each of the four student sample passages, as weil
as key words and phrases used in each student passagz. The examplars of stu-
denits' writing should be made into overhead transparencies to be used for
group discussion. Writing Worksheet #1 should be copied and distributed to

each student.

The group discussion should proceed as follows. On the biackboard; list

the four different types of text structures that students have written,; and
put the first student paper on the overhead projector. Ask students if they
know which of the four text strictures the paper most represents. Uéuéiiy
students are quité accurate when naming the text structure. Next; ask them

what clues they used to identify the text type. Elicit such clues as the pre-
sence of certain key words and phrases and relevant information. Think out
loud with students about the questions the paper can answer. For example,

using the compare/contrast student text from Appendix B, you may model by us-

ing the foiiowing explanation:

me it is a compare/contrast. The first ome is the title: I know that

both of these names describe people who go 1nto space, 50 I can guess
that thls paper wxll te11 about two people. The first line 1in the second
paragraph uses the words "alike. But" which tells me that there are also
differences. Plus when the anthor describes the ships; she uses some

opposites: large and small: This paper seems to answer questions 1Ike,

"How are cosmonauts and asstronauts alike? How are they different?"

Immediately following modeling, distribiute the worksheet from Appendix B,

one copy to each student. Students should complete the first section as a
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group. We fournd that students generated specific quéstions such as "How ara

outs. However, even specific questions are acceptable because the goal of
this lesson is to have students begin to undérstand that cne of the functions
of text is to communicate information and answer r~aders' questions. In the

questions and why krowing these generic questions is useful.
When the group has generated several questions and key words and phrases
for the first student paper, continue on through the second, third, and fourth

papers in the same manrner. By the end of the lesson, stucants should have
completed the first writing worksheet and should have a list of questions and
key words for each of the four differently structured texts: # good summary
for the lesson should focus on the concept of the many different questions
texts can answer 4nd the key words and phrasés that signal réaders to the tvpe
of text written: Note that, in their next lesson, they will be given a hand-
out that summarizes the questions and key words and phrases for each text

structure.

Step 9: Examinine Their Own Papers

For this step, each student should use the six papers he or she generated

space to list the type of text structure written, questions the text answers,

and key words and phrases used.

R7
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During Step 2, students move fiom exami-ing the samplé teéxts used in Step
1 to examining their vwn texts: Teachers in the EWP began by distributing the
writing handout, noting that the handout included (a) gereral questions for
eich of the four types of texts discussed previously and (b) a list of key
words and phrases often found in each type of text. The kéy words and phrases

and the general questions were based on all the specific quasstions students
had generatad in the previous lesson. Students were encouraged to staple the
handout into their writing folder ia which they kept their current writings
and unfiniched pieces) for easy refzrence. Then the teachers reviewed the key
words and phrases and the general guestions.

papers they produced during the process-writing phase and their copies of Wri-
ting Worksheet #1. Students were told to look at their own papers in the same
way they had analyzed the ones on the overhead in the previous lesson. For

list any key words and phrases used, and write the questions their texts an-
swered using the spaces on Worksheet #l. To maie this activity meaningZul to

the students-—emphasizing again audience and purpose in writing--students were

reminded that they were contributing one of these papers to a class boock o
magazine and that these papers to be published must be interesting and clearly

written: Thus, this activity helps them decide which papér is the most cléar-
more interesting to the audience. The Writing Worksheet provides a guide to
help students self-analyze their own writing. They should also be given an
mation to include. We found that the act of sharing helped them determine
what their audience would be likely to find interesting.

24
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Step 3: Using Text Structure Knowledge in Revision

sheets and revised editing think sheets: Four different plarning and four
editing think sheets are used--one per text structure. The planning think
sheets consist of the questions each text structure genérally answers, used in
conjunction with the prewriting think sheet. Instead of bréihstbtmihg for
ideas from background knowledge, as they had during the process-writing phase,

students used the planning think sheet to help them consider what specific
information to include in their papers: The planning think sheet was complet—
ed first, then studenits considered their audiences and purposes when they com-

pleted the préwriting think sheet. The revised editing think sheet was de-

questions it was designed to answer. The revised editing think sheet replaced
the editing think sheat used during the process-writing phase.

After selecting their papers to publish, students weie expected to take
their papers through the whole writing process from planning for an editing
session, thinking about first draft, peer editing, and final revisioms: Pub-
tication is vital because it helps students to ‘ake ownérship of the writing
strategies they have been learning. Publicatioen can take many forms: indi-
vidual books, class notebooks, magazines, or newspapers: Im the EWP, we typed
final copies, made the final copy-editing changes, and bound thém into & class

book.

Step 4i Examining Exemplar Social Studies Texts

In this step of instruction, explicit connections between reading and

writing are drawn, using the materials found in Appendix D. This appendix
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contains sample social studies texts and reaction guidéé. Thése texts consist
of informatici.al writing from sor‘al studies texts, one each of narrative and
explanation, and two each ri the more complex structures of comparison/

contrast and problem/solution: Each comparison/contrast text presents a dif-

ferent way to organize information (each topic as a single paragraph versus
discussion of similarities and differences on a point-by-point basis). The
two problem/solution texts are included to allow students to focus either ofi a
problem and its cause or on a problem and its solution. Students should have
one reaction guide for each of the six texts, and the six exemplar texts

should be made into overheads: It is helpful to use procedures similar to
those in Step ! when students examiné good examplés of papers written by their
peers. The critical difference between Step 1 and Step & is that students
will examine different examples of social studies tex-s rather thai different
examples of students' writing.

Place a sample passagé on the overhéad, and have students as a group
identify the type of text structure represented: Guide them to consider the

questions che tzxt answers and to identify key words and phrases. As a group,

ent texts answer different types of questions:. Just as they answer these
questions in their own writing, authors of social studies books try to answer
the same kinds of questions for théir audience. Show students that knowins

the questions can often make comprehension easier.

Step 5: Making Reading Connections

When students have completed examining and discussing the sample social
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their social studies books (e.g., provide information about our country, tell
about settling here, etc.). Then discuss ways in which the paragraphs are

different: One difference to stress is that; often; textbooks are not clearly
one type of text. Sometimes the text type changes from paragraph to para-
graph. Then, discuss ways to use the strategies learned to figure out what
messages social studies authors try to convey. Appendix E provides a sample
lesson series on narrative structures iIm social studies books: This series of
lessons is not taken directly from any one class, but represents the type and
extent of discussion to prepare students to write their own social studies

papers.

Step 6: Text Structire in Gathering Information for Composing Texts

this knowledge to generate original papers. Wes found that the pattern guides
included at the end of Appendix F were useful. Although these pattern guides
were targeted for use during a final review week, some teachers substituted
Students im our project were encouraged to use the guides to plan the informa-
tion to include in tneir papers, to guide their reading for information from
libtéiy and textbooks; and to organize the information for their audience:

The lesson series in the sample lesson in Appendix E includes typical dia-
logies between a teacher and his or her class to extend the text stiucture and
process-writing instruction to create informational texts: The lesson example
found in Appendix F may also be helpful: It presents a review lesson of the

explanation text structure and represents the kinds of lessons that occurred

at the end of the school year:



¥o prompre a ™yningful context for writing papers for social studizs,
ssta? \p 3 goal. Sope teachers had students write a social studies book for
StMeP in che fUfUte. These Social studies books had themes such as A
LS A TTRY: tangﬁégé;" "These United States," and "Learning abcut Foreign
comrFIN,. " The 50Wces of information students used for generating the ideas
scM80} Nud Bublic }braries, or materials from an automobile club. At this
poine ™\ he jnstr¥Stional program, students should become more self=directed.
Iﬁ;iiéiiy’ howevers it may be usefui to model the use of the new planning
chéik Nopts 4ad 0P® Lou editing think sheets, The students need to be mads
suPte °¥ tne oxisteNey of different forms for each type of text; remind them
2t bﬁ§§é New for®S can help them remember the questions their papers are
soPPo#™ (0 gpswer: The planging think sheet is particularly valuable to help
53?*67 tke Eﬁcﬁé of their papers and to éuide and organizas their search for
10f0#® o0 grom 13Prary books and other scurcss.

17 10aY of tPi% phase of the program is fo provide a direct lirk between

st73tefl\5 used durllg the writing process when writing about one's own expe-

“vjetee? \o Strategi®S ysed during reading to identify important informafion Eo
spr atefiy, usud dur*0g expository writing when writers base their papers on

‘EO ﬂt‘7 ",757 ea YL B 5 et ry- e f L ,,,_9' e s iz - . . ...
inf vp” "\on Rathere® when reading. Weaving from writing to reading to writing

iz the 8Y;1 agd the Strength of this program.

Discussion
1# Naking the 98qision to adopt a program as extensive and involved as
the On¢ Ngscribed if tpis paper; it is important to consider the impact the

proBta® g ligely 9 have on students. The scudy from which this manual was

\
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derived tested the impact of the program on tne teachers' knowledge and imple-

students' reading/writing performance (Raphael; Englert; & Kirschner, 1986)
and theIr knowledgc of tne writing process (Raphzel, Kirschner, & Englert,
1986). These findings; reported in detail in the studies cited, essentially

suggest that teachers changed their perceptions of writing and their writing

curriculum: The teachers initially viewed writing as a product; usuzlly pro-
viding students with topics, requiring students to write primarily first

drafts, and then asseéssing skills as the major focus when evaluating students'
writing. Following their participation In the EWP, teachers viewed writing as

a process that must be meaningful to student writers; that is, writers neec
both a real purpose and audience. They also emphasized writing for communica-

ting information; not the assessment of skilis: This change in teachers' at-
titude and beliefs mirrored changes in students' knowledge and performance

levels.

The ways in which studénts changed are perhaps best illustrated through
exanples. Samples of students' writirg from the fall, prior to participation
in the Expository Writing Program, and in tha following Spring,; after compie-
tion of the EWP, serve as a basis for the discussion of three arsas of impact.

b:  How did participation in the program affect students' ability to

write narratives from personal experiernce?

c. How did participation in the program affect students' attitude
toward writing?

29 33
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Students' Ability to Organize Text and Convey Information

Students were asked, both in the fall and in the spring, to wiite a paper

comparing and contrasting two oeople; places, or th1hgs. Directions focused
on including important and intérééting informstion, with the audience desig-
nated as the student's "best friend. Matthew wrote about McDonzald's and

Burger King cestaurants. On his pretest, he wrote the following first draft:3

Mcdonalds is a big place it even has a playground for the kids. That's

probably why the kids gobble up their food and run outs:de. ha father
gets up grab the kid by the hair and says were are yoa go1ng9 He say
swallow your food. So theirs a p01nt that Mcdonald is a good place for
the kids. Well the only thiunk I like is the big mac and the str awberry
shake. The other place I'm compar1ng is burgerking. Burgerking is a

place that has the whopper. That's what I like.
The end
Matthew intended his paper to compare/contrast the two restaurants, but
he did not provide effective sigaals to his reader. In fact; the paper began

narrative structure to describe the

[N
1)

as a discussion of McDonald's, usin
effect of the playground at McDonald's on children's znd fathers' behavior,
but he barely described the restaurznt. Even when Matthew introduced the
second restaurant; he did not clearly describe it or compare/contrdst the two
restaurants on the basis of their parallel attributes. He attempted to do o
by describing his favorite food-~Big Mac and strawberry shake verctus Whopper--—
in both restaurants, but the reader it left tc make the conmection: His post-

of ideas included, the organization, and even the interest level. The au=
thor's "vcice" comes through in the better structured paper. ie shows sensi-

,,,,, >

tivitv to audience needs by including an introductory statement ("I am going to

3ThlS draft and the studant wr1t1ng on the following pages have mot been
copy edited by researchers.
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compare and comtrast . . ."), and he uUses appropristé kéy words and phrases:

I am going tc compare and coitrast Burger Klng and McDonalids: The first
thlng I'm going to compare/contrast them on is there SfrVLCE. These two
restaurants are similar in many ways: One is the checkers are veiv nice:

They always say have a nice day. But there also dxffercnt Buwger klng

has propted {prompter] ser11ce.r It takes them about @ minute to get my

food ready bat at Mcdonalds 1t took them 30 minutes to get my food recady.
The second thing I'm going to compare and contrast the . on is there food

selection. There selection is zlik2 in many ways. One is they both have

Breakféét LUhth dinner selecticn and they both have a wide selectiosn

but Burger King has a wider selection thau Mcdonalds.

Students' Abil te Narratives

Improving students' informatioral writing was an important goal of the
program. However; one might ask whether having students use the think sheets
aad other materials might end up inhibiting their abilities to convey informa-
tion from personal experiences. Robiu's papers from fall and spring provide a
dramatic example of how Yer narcative writing from perscnal experience improv-

ed. Robin's pretest paper describes a trip through a haunted house (the paper

was written just prior to Hallowean):

I w1°h I _went 1nto the hunted house: The way Tammy desc1be it, it must

of been fun. Speicely when you walk: When they said [herc comés some

more meat] that is when I ran out: When I hear screams it zes me scared.

Wny did you all the suden get scared?

P.S. Please write back.
Notice that she showed a sensc of audience in her question ts her reader (Why
did you atl of a sudden get scared?) and in her request to have her friend
write back, but she did not provide much context for the reader or include
closure. Although her paper was well sequenced, it leit much to the reader’s
interpretation,

Her posttest paper is a marked contrast. Not only has she inctuded
greater detail; she has set a context; provided insight into the characters

involved; and maintaruned her "voice." It is important to note that she knew
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that other students would not be reading chis paper; that ner cnly audience
was tne researcher (i.,e., "the grown-up who ha! been helpifg in her class"):
She wrote about a very personzl experience, yet still ‘ollowad the marrative
structure and included key words that signal time sequence throughout:
When I was little my dad would come home with 3 box of denuts. Hé wsuld
cnly give them to me and I couldn't share with my brothers. One day I
gave them both one. My dad saw me and give mé a wippen an put me up in
my room, The next day he didn't give m¢ some donuts: I feit like he

didn't love me. when I was 2 years old my dad told me and my mom that he
was to good for us.r When he went out the door I the gat he was going to

come back: I waited near the door a lot. I never seen him agian., When

I turned 3 years o0ld I moved out of that liouse. Now I an 1l years old I
still go by that house looking for him, But thete is no hope:

One day I siad to my seif; I am going to look for him when I get older.

I don t know if he is allve. All the other kids make front of me whem I

am at schootl; They don't under stand what my probem is, I know there
are alot of kids without a fathar,

It seems like he taught me how 1ot to share.

That is why I act kind of strange.

Now everytime I eat a donut I think of him.
Robin's paper clearly demonstrates that using think sheets to guide the wri-
ting process, stressing purpose and audience, does not inkibit students' abi-

lity to write about rersonal experience in a mean'ngL61 and moving wa,,

Students' Attitudes Toward Writing

Anyone cbhéi&éring using the Expository Writing Program shouid consider
the third area of impact: how participation in the program affects students'
attitude toward writing. Think sheets--structuring rhe process—--may improve
students' writing; but may have a detrimental effect on their desire to writa.
Although no formal data were collectsd tg assess the effect of the program on
students' attitudes, we informally evaluated students' attitudes through ob-
servation and conversation throughout the year. The fdlldwihg note was writ-

ten by a low-achieving sixth-grade student at the end of the year. A1l

36



strategies they used during writing: At the end of his questionnaire, Freddy
wrote the following unsoiicitéd note. This note illustrates what was perhaps
the most important change as a result of participation in the program:

To Dr. Ri--

I jon't Iitke to write but when you cam along I begane to write I

thank you four helping me to starte liking to writing.

from your best friend

Frederick

Thank you!
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Appendix A

Process Writing Think Sieets
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Author - — -

Date _

PREWRITING FORM

Subjéct: My topic is

I want to write about this topic because: -

Two things I already know that wiil make it easy to write this
paper are:

i,
2

Reader: Who will read my paper?
My reader will be interested in this topic because:

1.
2.

Purpose: My purpose in writing about this topic is to:

I want my reader to feel - when he or
ghe reads my paper.
Form: Ideas I will put in my paper to mzke it interesting to my
reader are:
i: 2;
ER 5,
I will organize the ideas to make them eaay to follow using this
order:

First, . .

Second, _

Third,

Fourth, S




Name

Date _-

FIRST DRAFT FORM

40
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Reread your firgt draft to yourself. Then think about it: Next; answer the
following questions.

). Describe the part of your paper that you like beat.

2. Describe one or two parts you would like to work on if you had more
time.

1.

3. Think of two or more things about your first draft that you would like

to discuss with your editor. Write two or more questions for your editor
here.

‘43



Author ——_——— . - . Editor

EDITING FORM

To Author: Read your paper to your editor.

To Editor: Listen to the author read the paper. After the author has read
you the paper; read it to yourself and give the following
suggestions to your author.

1. Describe ons part you like best about the paper.
Put a * next to the part you like best.

2. Describe what you think the paper is mainly about.

3. Tell how you felt when you read the paper.

4. One piece of information that should be added to this paper to make it

more interesting is: . _

5. One thing that could be done to make this easier to understand is:

6. Name at least one thing the author could do to organize the paper
better.
1.
2:

To Editor: Discuss your reaction form with the author. See if the author
has any gquestions.

To_Author: Take notes to help you remember what was said. Ask questions if

you don’t understand what your editor said:

44
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Author S

Date

REVISION FORM

Read the Editing Form and think about what your editor said about your

paper. Then; answer the following questions:

1. Make a iist of the suggestions your editor made to make your paper

Put a check next to the suggestions you will use.

2. Tell what you plan to do to make your paper mors intarssting.

o g5




NANMF

DATE

FINAL COPY FORM
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Text Structure Instruction Materials
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Student Example Text: Narration
A video game tale

One day I was playing the video game M.A.C.H. 3. I put my tokens in and
all of a sudden . . . I was in the jet, inside the game: I saw my first five
targets and shot at them all: I went in some clouds and saw two helicoptors
and shot them down. One helicoptor shot my right engine. I was out of
control. I was heading straiglhit for a dome. I couldn’t pull up, ail of a
sudden . . . my alarm clock went off cnd I ha¢ to get ready for school. Aftsr

school I sent to the arcade, put my tokens in M.A.C. 3. and. . . .

Student Example Text: Compare/Contrast

Astronauts and Cosmonauts

I like space so much that I thought you might like to hear how much I
know. (Am I modest or what) When I grow up I want to be a Astronaut. But
I sure don’t want to be a Cosmonaut!

In most ways #Astronauts and Cosmonauts are alike. But astronauts come
out on top. They are a lot more advanced and up to date. Astronauts had
more training so they have gone a lot farther in space. American scientists
have made bigger and better ships so the Astronauts will be more comfortable
on their long trips. Cosmonauts have ships so small that they probably sweat
80 much that they could drown! I suppose that being a Cosmonaut wouldn’t be

so bad. Just think; they went into space first!
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Student Example Text: Explanation
How to @ia? Pinbalil

In pinball you need two pins and one ball. First all your friends that
want to play have to get in line: Then you Lave to count them by going 1,
2. Then twos have to get on oné 8ide of the line and ones on the other.
Each team gets one pin then they have to put in the back: And then ons
person has to guard the pin and if she or he gets out, another person has
to take over:. The reason you have to guard the pin is becazuse the other
team will knock it down and tkey would get a point. If the person throws
the ball to you, try to catch it. And if you catch it, the person that
throws it is out: If you have somebody on your team that was out, they get
to come back in the game. If you pass the Line on the other person’s team,

you are out. The thing of this game is to try to knock the pin down to get

a point. You have to play fair or you are automatically out.

Student Example Text: Problem/Solution

I don’t want to move

You know how it is. You like your friends: You like your school. You
love your house but you don’t want to move. It happens to everyone at ieast
once in your life and now it‘s happening to me: I came home one day and my

mom said that she wanted her very own house: I didn’t think it was

possible. I just laughed at her and went to my room. Boy was that stupid:
Just a few days ago we got a phone call and a guy said we could get a house!
It all happened so fast! My mom says we are going to get the house as soon

as we can. I have to leave my friends behind. I have to say goodbye to my

house: I have to say goodbye to my school. I just don’t want to go! Well;
maybe I°1]1 get over {it. B L
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WORKSHEET #1*

1. What kind of paper is this?

2. What key words & phrases teil what it is?

Paper_2
1. What kind of paper is this?

2. What key words & phrases tell what it is?

*Use with 4 Student Exemplar Texta
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Worksheet #1

(continued)

Paper 3

1.

2.

What

What

kind of paper is thigs?

key words & phrases tell what it is?

kind of papér is this?

key words & phrases tell what it is?
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JORKSHEET #2*

Look at your own papers and identify the kind of paper each is, key words
and phrases that helped you identify the form, and the questions that you
answered in your paper.

Paper—1

Form (how you organized it) L ;

Key words and phrases

Questions 1. .
2. I
3. . o

Forim (how you organized it) o

Key words and phrases

Questione 1. S _
2.

) , 3. R

Paper_3

Form (how you organized it)

Key words and phrases

Questions 1. o
2: , _
3, —

*Use with students own 6 papers



Worksheet #2
Continued

Paper 4

,,,,,,

Questions 1.

Form (how you crganized it)

Key words and phrases

Paper €

Form (how you organized it)

Key words ard phrases

2 |



WRITING_ HANDOUT

Narrative:

1. What is the story about? — -
2. When did it take place? B
3. Where did it take piace?
4. Who was the story about? _
5. What happened first?
second? _
third? - . _ _ ——
Key words:
before next later aftervards soon  the navt day
after earlier finally now (dates) after five weeks
1. What does the paper expitain?
2. 1In what order did things happen?
1st S
2nd
3rd
Key words:
firet, second; third next 7 as a result therefore since thus
this reason in order to go that then
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Comparison/contrast:

1. Wha! two things are being compared/contrasted?

2. What are they being

comp: d/contrasted on?

3. How are they aiike? _

4. How are they different?

Key words:

alike is gimilar to  both however but

different 1iikewise in the same way on the one hand  although
on the other hand while

What is the problem?

What caused the problem?

What is the solution?

What were the 5t&ps to solve the problem?

Key words:

the problem the solution the causes
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Appendix €
Revised Process Writing Think Shecets:
The Rolé of Text Structures in

Planning and Editing




When did the story take place? .

What details do you want to include to describe when it takes piace?

Where did it take place?

What details do you want to include to describe

the setting? —

Whe was part of the avent? ——

What details should you include to describe the

people to the reader?

What will happen in your story?

First : o

Second - B

Third

Fourth




What does this paper explain? ___

PLANNING SHEET: EXPLANATION

In what order did things happen?

First

Second

Third
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PLANNING SHEET: COMPARE/CONTRAST

What two things are being compared?

What are they being compared on?

How are they alike?

How are they different?

%9



PLANNING SHEET: PROBLEM/CAUSE

What_details should you includé in your paper to help the reader understand
the problem?

What caused the problem? 7 -

If 80, what cause wculd you talk about firat?

econd? e

(%20

Did one cause iead to another? L
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PLANNING_SHEET: PROBLEM/SOLUTION

What was the problem?

What details should you includé to help the reader understand the problem?

What caused the probiem?

What was done to solve the problem? .

If more than one thing was done, what was dore first?

Second?

Third? o

What details should vou include to help the reader understand the solution?

€1




Author E— Editor o

EDITING_FORM: _STORY

To_Author: Read your paper to your editor.

To Editor: Listen to the author read the paper. Think about how well the
author answered the questions belew. What should the author do to
improve this paper?

1. Describe one part you iike best about the paper.

Put a * next to the part you liked best.

2. Tell how you felt when you read the paper: B

3. This story is mainly about o

4. Vhen did this story happen? ; -

5. Where did this story happen? - - I

6. Suggest one thing the author could change or add to help you understand
when or where the story took place:

3. __ -

8. Suggest at least two pieces of information the author should add or change

about the characters in the story to help you to "see" them in your
mind.

1. 2.

10. a. Put a number in front of each sentence that tells what comes first,

second; third; etc:

b: Name one event that could be asdded

¢. Name one way the events couid bs added

d: Put an "X" on the paper where the author could add key words r
phrases that would make the paper even more easy to understand.
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Author — Editor

EDITING_FORM: EXPLANATION

Io_Author: Read your paper to your editor.

To_Editor: Listen to the author read the paper. Think about how well the

author answered the questions below. What should the author do to
improve this paper?

1. ﬁéétribé one part you 11ke best about the paper.

Put a * next to the part you liked best.

2. Tell how you felt when you read the paper:

3. This paper explains -

4: Tell the order the author used to exp1a1n how th1ng8 happened

First, ——

Second,

Third, -

*Number, on the gaper, the parts of the eiﬁiéhatibﬁ that show each step.
5. Two pieces of information that could be added to make this explanation
easier to understand are

1: 2.

7 fﬂb thihgé ébout thls explanat1on that could be changed to make it better
(z: her easier to understand or more interesting) are
1. 2:

7 u3ege8t how the steps could be reorganized to make them easy to fcllow.
Firgt, — -
Sezond; —
Third - -

9. Circleée the key words in the paper that told you this was an explanation.

Mark any places that you think the author should add key words:




Author Editor

EDITING FORM: COMPARE/CONTRAST

To_Author: Read ycur paper to your editor:
To Bditor: = Listen to the author read the paper. Think about how well the
author answered the questions below. What should the author do to

1. Describe one part you like best about the papor.
Put & * next to the part you like best.

2. Tell how you felt when you read the paper: - _
3. This paper compares and contrasts e

4. The two ure being compared and contrasted on:
1. 2.
3. 4,
5. Write one thing the author could do to make what they are being compared

6. List two ways that they are alike: 1.

2.

Write something you think the author could add about how they are alike

that would make it even more interesting o

7. List two ways they are different: 1.
2.
Write something you think the author could add about how they are

cifferent that would make it even more interesting

8. Ci-cle the key words that tell how the two are alike:
9. Circte the key words that tell you how the two are different.
10. Circle the parts that tell how the two are alike.
11. Box tke parts that tell how the two are different.
12. How :»v1d the author reorganize this paper to make it easier to
understand?
a. Name one way that the ideas could be reorganized:
b: Name key words and phrases that could be added (Put an "X" on the

paper where they are needed) — — — —

6 64




Author —— Editor o

EDITING FORM: PROBLEM/SOLUTION

To Author: Read your paper to your editor

To Editor: Listen to the author read the paper. Think about how well the

= 0 i~y I

author answered the questions below. What should the author do to
improve this paper?

Describe one part you like best about the paper and put a * next to it.

Tell how you felt when you read the paper: -

This papei tells about the problem of - ;
how it was caused by

and solved by ____ [

Two things the = id4 to describe the problem more completely
are:

1. 2.

TWo pieces of .ntocre-ion the au.aor shoulc add about the cause and the

§olution to describe t -» in more detaii are:
1. 2:

Circle the key words that tell there is a problem. o
Box the key words that show there is a cause and/or solution.
Circle the part that tells about the problem:

Box the part that tells about the cause and/of solulion.
Suggest now the author might change the paper to make it easier to
follow.

a: §§ét76né way that the ideas could be reorganized in the part about
the problem.

b: List one way that the idcas could be reorganized in the part about

the causge ani/or solution.

What key Words or phrases could be added: Put an "X" where they are

needeq.

d. One way the author could write the first sentence to tell you that

this is a problem/solution text is P —
65



Appendix D

Reaction Guide

gl
(opl




REACTION GUIDE: NARRATIVE

Questiors: What is the story about? ) R
When did the story take place? -

Where did the storv take place?

Kho was the story about? (list each peraon and describé briefly)

Vhat happened in the story?

First _

Second_ -

Third. —

* Circle the key words that tell you that this is a story: - o
Put a number in front of each sentence that tells what happened to show what
comes first, second, third.

» |

Look at the first sentence. What does it do to tell you the author is goinig to
tell you a story? . _

Our country has been settled by impigrants. Most of the immigrants in the
early 1800’5 came from England, Scotland; Ireland, Germany; and Scandinavia.
Mariy of them moved westward looking for farmiand: Some settled in the Northwest
and Louisiana territories. Later they settied in the Oregon Country and in
Florida, Texar, and California. They built farming communities throughout the
United States.

After the Civil War, immigrants still came from countries in Northern
Eurcpe. But now these immigrants were joined by great numbers of southern and
eastern Europeans. Between 1870 and 1900, eleven miilion immigrants landed in
New York. Most of them came from Italy, Greece; Hungary; Poland; Rumania; and
Russia. On the West Coast, thousands of Chinese immigrants arrived in Califor-
nia. They came to work the mines and to build the cross—country railroad.

69

ERIC 67




REACTION GUIDE: _EXPLANATION

Questions: What does thie paper explain? _

How did this take place?

Second _—

Third

* Circle the key words that told you this was an explanation.
* Number the parts of the explanation to show each step.

Look at the first sentence. What does it do to tell you the author is about

to explain something?

Social Studies Text Sample: Explanation

Workerz in Factories

resources. First, although much of the land is rough and rocky, farmers in
New England have learned to produce some valuable crops. They make dairy and

poultry products; potatoes; cranberries; maple syrup; and tobacco. Second,

Englanders work in the forests to cut trees for wood pulp, lumber; and paper
products.

A fourth natural resvurce is the people of New England. They work in
the thousands of factories that make all kinds of manufactured goods. Most of
the raw mateérials used in New England factories are shipped to this region
from other places. This is because New England does not have the large
amounts of raw materials needed by modern industries:. 1In order to use the
workers well,; the factories try to apecialize in making aings that need a lot
of skill, but not much raw material: It is the skill of the workers that
makes manhufacturing important in New Englai d.
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REACTION GUIDE: COMPARE/CONTRAST

Questions: What two things are being cocmparéd/contrasted?

What are they being compared/contrasted on?

How are they alike!

How are they different? . . .. . . __“

* Circle the key words that tell you how the twu are alike.

* Put a box around the key words that tell you how the two are different:
* Circle the parts that tell how the two are alike:

* Box the parts th:: tell how the two are different.

Look at the firast sentence: Hhat does it do to tell you the author is goirg

to tetl you how two things are alike and different?

 The Native Americans and the gettlers each had ideas zbout resources.
The ways these pucple used resources depended on Whut they cared about. The

Néﬁi?é Americans and the settlers cared differently about the resource of
iand.

While Native American cultures differed,; most used tne land in aimilar

vays. They changea the land very little. They cut only enough trees to have

poles or supports for their homes. They cleared only small aress of 1and to

plant their crops. 1In these Ways, Native Americans showed how they feilt oout

land and other natural resources. Moct important; they showed chat they were

part of nature. They took only what they needed. They shared what they had.

They acted in these ways because they cared about living in pwace with nature.

The European settlers who came to North America felt differently about

resources, epoeciaiiy land. Unlike tne Native Kmericans, they valued _the

freedom of owning land. To them, there seemed t. 1@ no end to the land
available in North America. ~ They cut down trees to plant large fields of
crope. They cut deﬁ treea,toﬁbu;ld houses. After a while they had built
whole Litieg. ~ They farmed the land until it wor- out. Then they moved on to

clear more land.
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REACTION_GUIDE:__COMPARE/CONTRAST

Questions: What two things are being compared/contrasted?.

What are they being compared/contrasted on?

How are they alike?

How are they different?

*Put a box around the key¥ words that tell you how the two are
*Circle the parts that tell how the two are alike:
*Box the parts that tell how the two are different.

i
n|

i

Qi

erent.

Look at the first sentence. What J5es it do t» - you the author is going
to tell you how t.o thimgs are alike and different? .

Sccial Studies Text Sample: Compare/Contrast

ts Viewed Land

HOW Native Americang at d

Native Americans ind colonists had different ideas about the iand on
which they both lived. Most Kative Americans believed the iand was to be
sthared. The animals ard t: iand were to be used by those who needed them.
All the Native hAmericans; rich or poor, for hundreds of years had lived
together and shared land. No one ever feit he owned it. To most colonists,
however, land was something to be owned. In Europe most land was owned by
rich people wi.  srge farms. Since there was a lot of land, the colonists
thought that each of thém should own it.

There were other diffsrences too. On the one hand; Native Americans

lived close to the land. They were thankful for the focd and shelter that
nature gave them: They moved witb the animals and the seasons:. On the other
hand, to tike colonists, the land was to be cleared and fenced in. They cut the
forests down z:d used the wood for firewood or for building ships and homes.
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REACTION_GUIDE:__PROBLEM/SOLUTION

Questions: What is the problem? . . . - .

What is the solution? L , o

* Circle the key words that tell there is a problem.
* Box the key words that show there is a solution.

Look at the first senter at goes it do to tell you the auciir : 1
tell you about a problem soiution?

Social Studies Text Sample: Problem/Soluticn

England’s Solution _to. One Problem

England wanted to be the richest and most powerful country in Europe.
The English believed that their colonies could make trem rich. Howsver,
there was a problem. England’s colonies wanted to trade with other
countries. Thev wanted to trade with Spain and France. The Engliusl had to
find a way to make the colonies trade only with England:

To solve their problem; the English government passed laws to make the
colonists trade only with England. These laws said that the colonists had
to serd their raw materisls like fur and lumber to England. Enzlish workers
¢ ld take these materials and make them i*:s finished products like coats
and chairs. Thé finishéd products would then be sold ir Europe or in the
colonies. This way; the English would make a 1 t of money.

The English would only let people 'iving in the colonies buy finished
products from Engiand: If the colonists needed cloth; they had to buy it
from England. If they needed pots and pans; they had to order it from
England. The only way they could get things from France or Spain or other
countries was if the products first were pought by the English. Then the

English would gell them to the colonists at a higher price.

o




REACTION GUIDE: PROBLEM/CAUSE

Questions: What is the problem?

What is or are the causes? } R

* Circle the key words that show there is a problem.
* Box the key words that show what caused the problem.

*

Circle the part that tells about the problem.
Box the part that tells about the causes.

*

Look at the first sentence. What does it do to tell you the author wiiil

Social Studies Tex:t Sample: Froblem/Cause

Why the North Had a Problem Defeating the Louth

The Civii War lasted from 1861 to 1865. It was the b.c-uiest iiar pecris
in the United States ever fought. The North, or the Union, ‘cugit to 54vé the
Federal Union. But winning the war was not easy. The North e & Sroblem

First; most of the war was fought on Southern territory:. Coniederate
sotdiers would rfight bravely to drfend their homes. Union soldiers would have
to fight in unfriendly and unfamiliar areas. Second, many of the nation’s
high-ranking army off{icers were from the South:. That meant that the southern
army would have better generals. Third, the South had cotton. Many countries
in Europe wanted that cotton to make cloth. Those countries were willing to

help the South in order to get the cotton.
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Appendix E
Sample Instructional Sequence for

Social Studic. warravive Text Structure




Lesson #:
Narrative Writing .7 _Social Studie: S ]
(He1ghten1ng Awareness of NarrAh ve or Story Text Structure)

Goals:

i. FOCdS on helping students internaiize the guestions that go with
narratives or stories:

2. Focus on helrlng studente Iﬂternallze the key woras and phrases that

phrases = 5na1 shifts in time.

3. Focur on hciplng studernts use Plannlng Sheets to gather information

from social studies text:

4. Focus on help1ng students to wr1te and revise their stories usxng
questxons to gu1de them in piann1ng and revision and using key words

- Writing Handout--stapled to writing folder
. Social Studies Text
Overhead depicting qUEStIOﬁB for story form

Overhead depicting organizational pattern used in stories

PreertIng Form

Thinking About Hy First Draft
Edltlng

Final Copy

Structure—Ingtriction' Sample Lesson for Story S:ructure

T=Teachers’ Possible .omments S=Students’ Possible Comments/Questions

Stud+98~$ex%—uhen Stru. ture Follows Story Form

T Last week we looked at passages written by authors of soc1a1 sﬁudieﬁ text

and identified the kinds of questions each passage angwergd. We saw that

if we can tell the authors’ organization, we can predict the kinds of
questions they w11;7§h§wer This week we are go1ng to learn how to use
che questlons to locate Informatlon in our gocial studles texL Ue 11

the answere to our questions.
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Let’s practice how we can use tne questions te 1ocate information in our

texts. I want you to_open your sccial 55?9*99 text to ("Ch11dren of the

Middle Waters," pp. 89-93 in America: Past and Present”; "An Eskimo
Fam11y of Long Ago," pp. 40-42 in Exploring: Regions of Latin America

.)-

Sl

ééad thié,ééttioh to yoUrselfriiiry to flgure sut what form the author
is using (e.g.; story or harratiye; explanation; compare/contrast,
problem/cause; or problem/solution):

Story (alaso accept narr "ive: If they don’t provide the correct answer;

T may want to point out some of the character1st1cs of the text selectlon

related to story; e.g.; "Does it tell who the story is abc . "Does it
tell where the story takes place?"” etc. "So what type of structure is
t?")

Hhat queetlone does a story answer7 If you can t remember; ook at your

k”‘tlng handout (El1c1t questions_ for story form--Who? When? Where?

What happended f1rst7 gecond? third?; etc. Try to get students to
internadlize typee of questions stories answer):.

Are there any other th1ngs you noticed in thIS text that lad ycu to

be11eve that this was the story form? (e: g:; names of characters,r

descriptions of events and when they haprened, explanaticns ¢f what

people did or thought; presence of key words; dialogue; etc.)

Notice that the social studies author nct only told a story about a

person, the author also p.ov1ded 1nformat1on about the Eskimo/Indian

culture in whzch the perscn lived: What .ype of information did you
Jearn from this story?

(From tnis discussic : point vut that a story form in a social studies

text not only tells a story abOUt a person; but 1t provxdee important
1nformat1on about how people in a ceriain culture or time iive; 1nc1ud1ng
how they grow or get food, what types of things they make, what their
customs are, what their daily routine might be like, etc:)

he re go1ng to wr1te a sto y for a soc1a1 studlee text Just llke your

specific culture ald/or hIStorlcal time through the eyes and €ars of a

person that you are go:ng to create Fir st, however, let’s gstudy this

passage and talk about how your author m1ght have gone about the process
of getting informaticn for this story about Eskimos/Indians. How do

you think the social studies author gets factual information to include
in the story7

By reading books or doing research in the library. (If incorrect, ask

how they wo)ld go about the process of getting information for a paper

they were writing about a country; historical tir: eatc:).

fhat;s right. Authors do research and make notes as they read Ju<t as

you might do when you write a story or report. Once the author has
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however, somethlng else has to hipper before the author wr1tes a story

like this one. Remember; the information the author has gathered in his

or her research is very factual. Their notes and research materials are
not,wr1tten in the story form. Yet the story we just read not only has
facts about a society; it has add ‘iorat Informatlon that goes beyond the
facts——it tells about a person. So,; what does the authsr have to do
next-—after gathering all of the factual information-—in order to write

a gtoryv like this one?

Try to make up a person who 1ived in the soclety ] (E11c1t from students

that author might examxne the 1nformat1on gathered and try to create a

person wno shows m many of 'he th1ngs about the culture and society that
is important for students to know.)

1421

T That’s right. Texttook authois use the story form and make up a story

about a person that tells us about a person in a specific culture or

hlstorltal period. Through that person, we learn what happeoed and when

it took place. By making up a person; we gee that textbook authors

somectimes go beyond the actual facts to make storiss 1nterest1ng or more

coinplete.

T How do you think the authors might have used the questions and workaheets
w3 've been studying in helping them plan, organize, and wrlte their
stories?

S It might help them . . . (Elicit that it might be used in planning the

story by heiping the autnor: (a) gather facts, (b) krnow what questlons

to ahswer, and (c) deolde what 1nformatxon to include. In organxzxng

the stcry, the worksheets help the aiithor know what to write first,
second th1rd etc. 1In writing the story; the auvthor knows what key

words ts 1nc1uje and can use tre guide to help them check to gee that
the anry is complete).

T So the worksheets we’'ve been using can be a useful tool to help an ai'*hor

gather information; write it into a story, and check it. Let’s see ..
ttit'é what your author did: We’re going to use the worksheet that you
completed last week to study thls storv carerully As v+: do this; keep

in mind thatigoo re going to have to write your own 8tn:; next, although
1t won’t be about a person that tells us a lot about tle culture or tim
zn which the persgon lived., Ve’ 11 also see how the questions help us flnd

information in oir cocial studles text

Note: Next portion of the lesson involves Overhead with Questions from
Reaction Guide:
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to the question. Raise your hand when you th1nk ynu know the answer.

(Continue until questions are done: Try to elicit facts they learned

about Eskimoe/indians whiie learning about the person and what happened;

first; szcond, third,; etc:)
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T Look at t??,YaY,the author organ1zed th1s sect1on to make it easxer for

us to urderqtand and to follow: For examplé, what key words did you find
that toid you what kind of paper it was?

T bid the author do a good JOb at answering the questions and organlzing
the story so that if followed the story form? Were all the partsz there?

Pattern Guide Overhead on Stories

From Appendix F

T Th1s can g1ve you a picture of a story’s organ1zat10na1 form }hé

beginning tells you the basic Informatlon about who, when, and where it

takes piace. It also nges you an 1dea of what the story will be about.

The middle telis you the evpnts and what happened flrst, second,; third.
F1na11y, the end teils you what happened in the end. Each time there is

a new event; the change is signaled by a key word or phrase.

Néﬁ?é,,you may want to relate the 1nformat1on in the overhead to 1nformat1on

studenta just read about Use actual informatior from the text and fill o-it

the overhead or verbally g1ve examples.

T Who can th1nk of another story that might be writtea about another
Eskimo/Indian person?

s Thé auther might write about the mother or sistor.

T What facts or information about the Esk:mo/Mavan culture might be

included in such a story9 (If students have difficulty answering this
question; tell them to look back at their social studies text.)

T Would such a story 1nc1ude d:fferent 1nformat10n thanitprg story dld
Would some parts of the story be same? (Elicit d1scossxon:) Does the
soc1a1 studles text tell you everything you’d need to know to write a

story about that person? v

No.

v

T Right; some of the 1nformat10n has to come from your own experience. For

example, you mxgrt uso what you know about gettlng up 1n the morning or

Indian/Eskimo boy or girl

Review: We have just looked at a social studies story that answers

quéstlons about S — (Esk*moa/Indiana) We saw how the author

decided on what information to include and how it was organized;
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bay #

“hat questione do social :tudies texts written as narratives or stories
auswer?

What %inds of key words do they use?

How are the ideas organjzed?

you can write a story for a social studies text:. We’'rz go:ng to

gather information for our story. create a persor that our story is

going to be about; check to see that we have all the answers to our
questions.

2:_ Gathering Information from Social Studies Text and Writing a Story

r

Jsing Story Structure

Yesterday we used an actuai example from our soc1a1 studiea text that

showe¢ how the story or narratlve was written. Today we are going t9

practice glahnlng for 3 story using 1nformat10n from our 8ocial studies
text: We’il use our gocial atudles text and planning sheets to help us
gather 1nformat10n for a story. Andrwe llreee how the social studiere
authors complete this process when the social studies text isn’t written
in the story form.

v-u‘

Open your social studies book and turn to page (pp. 165-168,
"Trouble in Boston", in America: Past and Present; pp: 50-53;, “The

Mayas—--Builders and Astronomers"”; in Exploring Regions in tat1n Americg
and-Canada).

Let’s imagine that we are writing a story about

(one of the men who participated in the Boston Tea Party/a farmer in the
Mayan viliage):

This is the prucede that your author might have completed in gathering
information durirg 1 research phase. Since this section of the Social
Studies secticii i&n't . tually written in the narrative form; we may not

flnd aml the alswerb to the quéstlons on the Plannlng Sheet. (Réﬁéﬁhé*'

11kef1n a s1ngle sentence ° the story. Sometimes you have to THINK AND

SEARCH for answers. They e in the text; but the answer is found in

geveral different sentences. Sometimes; you can figure the answer out ON

YOUR OWN; by thinking of th1ngs you already know or have learned about in

the past. The answer isn’t exactly in the paragraph; but you can figure

it out because of what you already know):

Read this section of the storv to yourselves. Think of the questions as

you read this story and see if you can find the answers to the questions.
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Since we w111 Prar . & wrlt;ig " .- information up in“o a sto,y, ,Béy
attention to the ‘acts and de.a . Lince you’ll want to iaciude as mzny

1nterest1ng details and tacts from the social gtudies text as possible:

T Is this text actually written in the story form?

T Soiﬁhat we w111 have to do in order to write a story? Think of your

Writing Handout and think how the social studies author had to go about

the research and writing process in crder to write a story for a social
studies text.

T That;a right. We’re going to gather 1nformat1on from the soc1a1 studies

text that answers some of the questions that ws need to anzwer in the

story form. Vhen we have questxons that aren’t answered, we’ll have to

generate our own answers to the questions.

hote: Follow the questions on the Plannlng Sheet Guide students in

coiiectxng xnformatlon from t he social studies text and complete the
planning gheet w1th students. Po1nt out what the social studIes text gives

some 1nformat1on about when and where; but doesn’t tell us who the story is

about. Exp1a1n that some parts and answers are there; but some parts are

still missing (e.g., Who was part of the event,; how that person was
descrlbed etc. Use the DOverhead on the Planning Sheet to record/model h

‘e complete the planning sheet.

T Let 8 practice how e might write a stary from th1s 1nformat1on. Can
anyone think of someone they might t . e toc @write aboi’
i Elicit severail pUBHlDlllLl&b For each pcsa’b."_f( nave them

1.0k back at the social studies text and look at tl.e types of facts

that they nght xnclude. “Explain that they might include different

facts in stories about di“ferent people and in telling what

happened f1rst. gecond, th1rd etc.

2: Exp1a1n and model how students might t:-e notes and how detaixs

from Lhe text m1"h+ b° wr1tten in the marg1ns or usxng phrases to

story.

ﬁ. Ask students if there are thlngs they Rnow about heavy

taxation/farming tnat tﬂey mlpht be able to add to the story to

make it more interesting or complete. Record answers on planning
sheet:

T LooR at your p1anning sheet. If we _were going to write thza story,

where would we put that 1nformat1on7 How would we organiz it?

Note: The organizational pattern from the review week materials may be
substituted or used in addition.
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%éttérn éhioe 6VErhead on Suorieé

From Appendix F

T  Which questions would be answered in the beginning? middle? end?
T What key words would we use tc signal shifts in time? Where would those
key words go?

T Now whi can tell me what our story might be?

T Today you will begin the procécss of gathering information fur your own
stories by completing the Planning Sheét. A8 you complété the Bheets
and before you write the story, you will need tc decide who the 8tory
is going to be about; *“hen fill in the missing pieces by thinking of

th1ngs you already know or have learned about in the past. Then you

can write a story about the person and which includes 1nf ~mation that

you’ve gathered from the social studies text. Once you’'ve .ecided upon

the person you are going to write about; you m:° need to look tack

agg;n at the Bocxai studies text to see if tnc - -re & oer fak.s or
details that you wish to xnoiggeithat y;%% h?,, bette: uncderstand
that culture and which might help us understanc .:at happened first,

second third.

Review wriiing process and writing stages (planning, first
draft, revisions, final draft).
2. Remind students that inforimation comes from the text and

their own experiences.

3. Remind students that this is the process the social studies

author probably used:

Day #.: Organizing and Writing the Story Form:

T Before you beg1n to wrxte your stor1es. let’ B rev19w how stories are
usuaily organ1zed (Put up second overhead that shows the V1eua’
organization of stories). The first part ot your story should texl who
it’s zbout, when it happened, and where it happened. A major part of the
next part of the story tells what happened first, second, third, and
fourth. Finally,; a story tells how it ended. When you write your. story,
think of the questions and put the answers to your questions in this
organizational form. This will help you to write Bood stories; just like

the authors of your social studies texts did.
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ERIC

Aruitoxt provided by Eic:

Keep this organization in mind as you write your stories.. What !z
words, also, should you use when you write the Story form? (Remin - -
students that use of this o-ganization and key words will help th.. write

a gced story )

Today you are to write your Storiés into the story form. _4s you write,

use your p1ann1ng guide. It contains the important information and

detalle that you’ve gathered in the research phase. You’'ve also added to

those details by deciding who you are writing about and including

information that may not have been answered by your social studies text:

Students write story on First Draft Form.

Day #6: Completion of Revision Form

Beg1n with a review of what students have done i irst three days.

T

In addition to gatherxng information and wr1t1ng t he informat1on up;

authors also have to check their wr1t1ng to make sure that it is
complete. He can use Revision Form to help us check our stories to see

that they are ciear and complete. The Revision Form has printed on it

the important questions that you need to angwer in your stories; it asks

you to circle the key words in your r‘n ¥, and it has you number the
events that happened first, second, and¢ third. We completed a similar

type of form when we compieted the Reactlon Form for the passages written

by the soc1a1 stud1es authors. However; this form has a few add1t1ona1

quest1ons to he1p ‘you th1nk about what you have wrxtten and how it mlght

wrltten by asklng themselves questions and by thxnk.ne hHow it m1ghr hu
changed.

Have students complete Revision Form w1th their own stOrles and p1an revlslon
Tell them that they may make notations on their First Draft Form to help them

plan the revision.

flay #7: Final Copy Form
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Appendix F
Review Week Materials And Sample Lesson

For Explanation Text Structure
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ERIC

Aruitoxt provided by Eic:

DAY ONE: EXPLANATION

1

T
3

Teachers Fossible Comments S = Student Possible Comments/Questions

We’'re nearing the eénd of tha year. We're soing to look back on what
Wwe've been doinig, and we’ll talk abnu* how 1t wiil hoip you when you go

to_ycur new school. One thing we’ve spent = lot of time on is how to

write and organlze papers for social studies texts: In the writing

process we've been u51ng, you ve been gathering 1ntormat1on for your

social studies paper that answers certain questiong. You’ve been writing
this information on yodr green planning sheets, writing first drafts,;, and

revising your first draftg for findl drafts. Let’s review how you

perform each of the steps of the wr1t1ng process.

Review Steps of-Writirg-Process (What; ~ow; why, when)

NOTE == The * ction
POINT 7T THE FOLLOWING: (For each st
do yor sooit?

rocur of this sec'ion is thr “I0W" of the writing process.
! Btep #sx, "What i8 the next step? How
it? Wny is it important?")

First Step

What's the first step? (Completion of planning sheets)

How do you compitete this step9 (Use guestions to gather info.)

What do you record on the planning sheet? (Answers to Quest.)
Why is this step important? (Helps you gather info.; organize
ideas: )

Sccond Step

What’s 'he sscond step? (¥.i t: f'rst draft)
How Jo you do this step? (Turn nrtes on plann1ng shest in

ri~ten compostion; Use questioré 3nd keywords to wrlte

inrc.thlon )
Why is this step important?

Third-Step

What‘s the third step? (Edit & revise first draft.)
How do yud do fhls Btep7 (USe revision sheets ) Brlng out 1deas

f you checP to make sure that you've added key words

* you check to see that al? questions have been answered

* you think of waya that first paragraph tells exactly what

text form you are USIng L L e.g. problem/solutlon text

beglns wIth Bometﬁ1ng l1ke. The colon1sts faced a major

a problem. My problem is
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Fourth Ster
What’s the next step? (Write final draft.)
How do yon doigyisiggng

Why is this step important?

4. Review When to Use Writing Process

1.  When to Usge Entire Writi

T Next year you are going to middie schecol: €Ean you thlnk of writing

projects cr assignments when you might use thino ate;3 and the text forms
tc write a paper?

S Writing reports, etc.

} What if you didn’t have th p;adhihg and revision shee*a wher you are
asked ¢ write reports in middle schosl; what can you do? Huw can you do
it?

NOTE--POINT OUT THE FOLLOWING:

*Develop own wlann! ; sheets (Discuss how they fiight do this)
fIhlnkrof pianning, firet draft, revision, an.d final draft steps
*PrOVidﬁ éh 5X5mplé bf tﬁb

ugeful during Jr1t1ng

2. Vhen and How to use Text Forms on First Drafts

T We’ve been (a.king about times in middle school when you are given an
bppbrtUhlty to thlnk atout a pépér and ed1t or réViéé it ] Sdmétiméé,

5 Tests; in-class essays; etc:

T Thit veek we are going to practice using what we know to write good first
drefts. We're going to see how you can useé guides that are almost like
pictures~—we’ 11 be ca111ng them pattern guides—--to help ¥ou write tirst
drafts. We’‘re going to focus on how te¢ organize; plan; and picture the
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1deas of your paper to make youx fxrst draft a gouod one. ?bu can use

the strategy whenever you are asked to wr"a a paper, but 1t s

C. Review Questions/Keyw-ards for Two_ Textgﬁermsgaerfday

T Let’s begin with a review of the questibhs and keywords that belong to
certain key forms. Sinci voii won't always have your writing handouts
w1thryou,”you 2ed to tr ' » remember these: Don’t look at your Writing
Reaction Form now, bu- .7k 7 gzuestions and keyword: for each of the
text forms. (If stud=n_z - : _szlﬁuity, have them look back at thell
Reaction Forms; then c-ve - the Reaction Forms as you repeat the

questions.)

NOTE--PICK TWO TEX1 TYPES PER DAY FOR REVIEW. FOR EACH, ASK:

(Go over two per day. By the end of the four— da. review; you will have
r-. .ewed each form two times. )

* Wket ace the quesiions that the text form answers?

* What are the key words that belong to that teaxt form?.
If students have dlfflculty, have them study reaction fo 3

for one minuce, thsn close folders. Repeat questlons 50 that

they memorize/internalize questions & kevwords)

Es__Demonstration of Pattern Suide (Notetaking: Explanation passaze)

T I'm g01ng t~ hand out a pattern 6u1de tor the expldnation text form.

We're goiry to do three things with this handout. First, we're going to

practlce usine this gu1de bv having vou take notes as [ reed a passage:
Then you're going tc usae tr~ guide to plan and o;geg;,v your own first

drafts Finally, you‘re going to take the ideas that you’ ve recorded on
the pattern guide to write a first draft:

(Distribute Handoutc:)

NOTE: Have students compare patter.. guide and planning sheet

* have students see that they give the safie answers (QUéstlons, for the

explanation form

* guide students to see that the order to questions is the same on each—-

pattern guide, especially; shows how to organize answers
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T

The first thing I want you to do is to take notes and pract1 ) -ccraihg

information in the boxe) shown on the gu'de. I’'m going to 'ead ar
expianation to you. As you licten to it, I want you to wri-:z deown the
~rormation that answers questibds for the :xpleation form. Look at

3gurrga1de What information will you listen for and record on the guide
cheet?

What are the =v words?
Where will you record the infcrmation? (Review procedure.)
(Read the {ollowing aloud):

Vashing clotties ie really quite simple. First, you gather up the

dirty laundry. You may have to go to several places to gather ait

the dirty towels, sheets, and dirty clothirg. The gsecond step is

to sort the clothes by color. Dark clothes go in one plie, light

clcthes go in a second »ile. Third; you put the sorted ciothps

into the washing machi:e and add éoap You measure the soap

carefully ba ea on the amount of c’oth:ng you have. Fourth you

Let’s check how you did.

NOTE--REVIEW ANSWERS IN EACH BOX. AT END OF REVIEW, POINT OUT THE FOLLOWING:

Have students c:-. = %“nw each can box can be restated s§ a sentence

Have students look tv see where key words go. Ask them what the key
words do EskrﬁhP} to read the boxes with key words—-have
students réétété ttﬁ idééé ih fhé bdx Uéihg thé key words and

Have students consider how they could use the1r knowledge of the guide

and key w~oiag on first drafts: Where do key words go7 How

should ther gstart their explanatlon/ (Hhat goes in f1rst

paragrapi? what should the first parag.aph say? i.e., "There
are many ste”s in washing clothes.")

Have students consider whether buis8 are new paragraphs ¢r where new

paragraphs might begin. Re:nforce notion that students may want to

elabcrate on an idea in a box by add1ng anotlier sentence that

rrovides supporting details. Selact a student cr severai gstudent-

to demonstrate how they can add further datzil for a particular

step listed on their pattern guide:
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. Students Use Pattern Guide to Plan Explanation First Draft

<}

T Turn your pattern guide over.

T You're gﬂlng to comp*ete this pattern gu1de yourself Jn oreparatlon for a

paper you are gOIng to write: Hhenever you are asked to write an

explanatxon form, think of this guide to help you plan and orzanize your
papers: By p1ctur1ng thlS gu1de in your head-=knowing what the quest1ons
are and what key words to use--you can write better first drafts even

if you don’t have plarining sheets. You car. even take notes for first

drafts on notebook paper, u3sing this guide to help you pian and organize
your paper. ({(Elatorate, if you wish.)

T Today you re all going to write abougighe same topxc dne thlng that

everyone in this class shares in common is that all of you are going to a
new schoel next year. (Discussion}

middle school: But by u51ng a d1fferent text form each Gay, you'il gee
how the same topic can provide different informstion based on the .ext

form that you use.

T  Your writing assignment today is "Explain the steps that one should
follow in getting ready for the first day of z new school st fmiddle
schosl." (Elaborate)

7 Jot down your ideas for th. paper by recording the information you wigh

co include in the boxes St fhe pattern guide. The key words should heip
you know what 1nformat.on to includé and where 1t goes. 1If you have
time, you might want to add detiils to tell the reader mo-e about esch
step.

F. _Rehearse How Information Can Be Written intoc Paper

oqvpie students’ responses. Have several students tell "WHat is being

explalned in th: ' r paper,"” and "What one should do first, second, third,
etc.

model; read the information the BLVdg %5 "Curdcd in ea"h box (do one at a
time); then ask the class to say How i: uuid be reworded 1ntc -..ences

and/or paragraphs: Continue until students have responded to & of the

informaticn: POGINT OUT THEZ FOLLOWING:
* Have students coiisider Low each box can be restated as a sentence
* Ha’e students generate sentences and ideas that are signaled with
appropriate key words

Hav: students oifer supjport; g details to round out somé of the

“teps of ge*tlng ready



* Have students discuss paragraphing and organization of sentences

* Have students lock at their own papers and ask them to consider
if they know how *» do the &amé with their papers. Answer

e STUDENTS WRITE FIRST DRAFT

Give students 10 rinutee to write th- i fts using their pattern
guides to assist them during the wri

H. REVIEW EXPLANATION FORM

Review what are the questions that the explanatior. form answers. Review
what key words belong with the explanation text form.

Review what next steps would be it they had time for revision; editing; ar~
final drafts

Collect writing pattern guides and sarple. .
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